Abstract: Inclusive education is now firmly established as the main educational policy for children with special educational needs and disabilities, which emerges as the mean of creating an inclusive society in which equal opportunities are provided. However, there are concerns expressed on the effect of such a change in the educational system and on how possible it is to make this a reality. The concerns and objections of educators toward inclusion are mainly based on the diversity of learning disabilities, the learning outcomes that could be generated by applying this practice, and the lack of confidence of teachers to teach in an inclusive environment. In this study, we examine teachers' attitudes toward inclusive education, while at the same time, we analyze current inclusive policies and practices in the Greek educational system. Results revealed that teachers have generally positive attitudes toward inclusion. However, they indicated some issues and barriers to the implementation of inclusion. We consider that policy-makers in Greece should target educator training and increase funding for education.
Introduction
The importance of education is multifaceted and extends to the entire range of activities of the individual and society. Education is related to both the development of the individual and his/her inclusion in social and economic life. Undoubtedly, it should be mentioned that education is a fundamental right of every human being. The human right to education is recognized and safeguarded by international organizations and national institutions (Armstrong et al. 2011) . Philosophies regarding the education of children with learning difficulties and/or disabilities have changed dramatically over the last two decades and several countries have implemented policies that foster the integration and, more recently, inclusion of these students into mainstream environments. Indicatively, we can mention the United Nations Convention on Human Rights of 2007, and several international conventions of UNESCO. In particular, the Warnock Report (Warnock Committee 1978) and the Salamanca Statement (1994) are considered as the most important papers written for children's rights and showed the way for the legal recognition of inclusive education. Four decades after the publication of the Warnock report, and during this period, various studies have focused on the concept, implementation, and future challenges of inclusive education.
Proponents of inclusive education claim that there is need for immediate radical changes and reforms in the educational system structures, such as changes and adjustments of the curriculum in order to ensure equal learning opportunities for all (Ainscow 2005) . Furthermore, they highlight the need for teachers' training in inclusive practices (Persson 2006) . However, inclusive education is still a controversial concept, as researchers and educators have expressed concerns about the effects of inclusion (Sharma et al. 2008) . Critics of inclusion claim that the inclusive educational model does not
Literature Review
Teachers' attitudes toward inclusion are often not based on ideological arguments but rather on practical concerns about how inclusive education can be implemented (Warnock et al. 2010) . Such studies have provided vital information and source. A literature review by Avramidis and Norwich (2002) showed that teachers have an overall positive attitude toward the inclusion of children with special needs into regular school programs. Another systematic review revealed that attitudes of teachers are directly influenced by the type and severity of children's dysfunctions. It has also been concluded that these beliefs are neutral to negative toward inclusion since educators feel they do not have the knowledge and the proper qualifications to educate children with Special Educational Needs and appear to have no self-confidence to do so (De Boer et al. 2011 ).
Lack of Confidence
The majority of teachers expresses positive attitudes toward inclusion of students with SEN, implying at the same time the need for appropriate teacher training on the individual needs of students with disabilities (Ahmme et al. 2013; Bhatnagar and Das 2014) . Teachers acquire increased competence and confidence as a result of increased training in the field of inclusive education (Subban and Sharma 2005) . Adequate knowledge, instructional techniques, training, and curricular adaptations contribute to increased confidence, and that leads to positive influences and attitudes in the field of inclusive education. In addition, previous teaching experience with students with SEN could positively affect teachers' attitudes toward inclusion and help them feel more comfortable during the whole learning process (Batsiou et al. 2008; Findler et al. 2007; Malinen et al. 2012; Tsakiridou and Polyzopoulou 2014; Zoniou-Sideri and Vlachou 2006) . Teachers with high levels of confidence are prompt to modify the educational material so that it suits on students' individual learning needs and provide special assistance to low achieving students. Moreover, they do not demonstrate anxiety because of their high levels of self-esteem, and that is reflected in the whole teaching procedure.
Teachers could take active role in their development by attending specialized training sessions (Knight 2002) . There are studies indicating that teachers' confidence on teaching students with SEN is significantly affected when they receive direct training (Hornby 1999; Leatherman 2007; Siegel and Jausovec 1994, Kim 2011) . A properly formulated curriculum, better training on special education, cooperation by all stakeholders, new oriented teaching methods, and carefully structured field experiences are very important factors that affect the self-efficacy and confidence of the teachers and form positive attitudes from the part of the teachers toward inclusive education (Robinson 2017) .
Inclusion for All?
Research shows that the type of disability is an important factor that affects teachers' attitudes toward inclusion (Hofman and Kilimo 2014; De Boer et al. 2012 ). In the study of Avramidis and Kalyva (2007) , teachers felt that only children with mild special educational needs could attend the general school. Teachers pointed out that they feel inadequate to teach children with brain damage, autism, and sensory disorders.
Teachers tend to develop positive attitudes toward students with social difficulties, they are less concerned about students with behavioral and academic difficulties, but they consider students with physical disabilities as less confronting in general schools (Bornman and Donohue 2013; Sharma et al. 2003; Yada and Savolainen 2017) . Teachers would accept with convenience the inclusion of students with mobility impairments or visual impairments in mainstream class, but they will not have the same visual if inclusion was related to students who exhibit extreme behavior problems (Hodkinson 2006) . In many schools that have adopted inclusive policy in the UK, they work in parallel within the school special units for children with behavioral problems, or they are sent for a long time in special schools (Hodkinson and Devarakonda 2009) .
According to the findings of a study of empirical research conducted in Austria, teachers consider the inclusion of students with mental retardation more difficult than the inclusion of mobility-impaired students or students with learning difficulties (Gebhardt et al. 2011) . Strengthening these perceptions, school teachers in Botswana (n = 103) are more cautious to include students with hearing impairments or students who use Braille or sign language, while they could agree with the inclusion of shy and withdrawn students or those with frequent absences (Chhabra et al. 2010 ).
Learning Benefits and Consequences
Supporters of inclusion highlight the issue, referring not only to the right to education for all but also to the multiple benefits for children from this process. According to teachers' beliefs, inclusion of students with disabilities could benefit both disabled and typically developing peers in terms of the social, emotional, and academic outcomes (Ajuwon 2008; Gilmore et al. 2003; Katz and Mirenda 2002) . Students with learning disabilities seem to benefit from their enrollment in inclusive classrooms in terms of their course grades in Language arts, Mathematics, Sciences, and Social Sciences (Rea et al. 2002) . Ruijs et al. (2010) examined whether students without disabilities were affected by the inclusive learning environment. They used data from a representative sample of 27,745 primary school students, who had no learning disabilities. For the assessment of students throughout the duration of the project, researchers used linguistic and numerical tests and IQ tests. Analysis of the results showed a particular interest, revealing that there was no difference in the performance of students attending the course in inclusive classes with students attending mainstream classes. Another survey in Switzerland (Dessemontet et al. 2011 ) investigated the effectiveness of inclusion of students with mental retardation and its effects on the academic progress of their peers. Results showed that inclusion had no negative impact on learning development of the other children in the classroom. Instead, the performance of children with mental retardation proved as good with their studies at a special school, especially in the course of language.
However, negative attitudes are also presented in terms of the outcomes of the inclusion for students with specific learning disabilities and for typically developing students . Lindsay (2003) , an English teacher and former supporter of full inclusion, claims that inclusive education does not provide clear evidence for the expected learning benefits. As revealed from a study with 840 participants in Germany, parents of children with disabilities and who were already in special schools expressed their negative attitudes, arguing that their children in the mainstream school would not have the necessary support, although they accepted the advantages of inclusive education (Gasteiger-Klicpera et al. 2013) . In 2007, 125 college students, with teaching experience, participated in a survey designed to investigate their attitudes towards inclusion. Participants were selected from eight different departments: Arts, History, English, Geography, Home Economics, Music, Technology, and Physical Education. A high percentage (44.8%) of the respondents claimed that inclusion of children with diverse educational needs in the mainstream class is unfair for children with typical development who may be left behind, while 32.4% disagreed with this statement (Lambe and Bones 2007) .
Barriers
Despite the fact that teachers generally develop positive attitudes toward inclusion, they express concerns originated from insufficient training and lack of appropriate educational material for the education of students with SEN (Gal et al. 2010; Glazzard 2011; Scruggs and Mastropieri 1996) . In addition, many teachers state that they do not have access to appropriate educational equipment in order to adequately teach students with SEN regarding their specific type of disability. Lack of training, shortage of teaching and learning materials, large number of pupils in classes, large number of periods per teacher, shortage of time per period, poor governmental and parental support, poor working environment and difficulties in supporting pupils with different disabilities especially in primary schools, poor cooperation with other teachers, special staff and generally with the various public and private entities are some of the underlined deterrent factors that could have negative impact on teachers' beliefs about inclusion of students with SEN in mainstream schools (Amr et al. 2016; Polat 2011; Rakap and Kaczmarek 2010; Anastasiadou 2016; Leatherman and Niemeyer 2005) . Provision of suitable teaching materials and other supporting services for teachers seem to encourage teachers to develop more positive attitudes toward inclusion of students with disabilities. Teachers in inclusive schools also need support from parents, school directors, educational stakeholders, and governmental bodies.
Educational Policies and Practices in Greece
Over the past 20 years, there is an evidence of improvement in Greece in the field of disability and special education. Initially, the decisions taken were borrowed from already applied models of social welfare and education in foreign countries. Specialized educational and support staff is strengthened, while at the same time, the number of inclusive classes increases each year . Law 1143/81 was the first comprehensive law in the history of Special Education in Greece (together with the Supplementary Presidential Decree 603/82) (Tafa and Manolitsis 2003) . Law 1143/81 and Presidential Decree 603/82 were criticized because they strengthened the separation between normal and abnormal individuals, they classified students in 12 categories of problematic individuals according to their disability, and they marginalized Special Education from the core of General Education. Law 1566/1985 was one of the most important laws of special education that for the first-time institutionalized education in Greece. However, it was criticized as it was considered to be essentially a simple compilation of the previous law. On 14 March 2000, another law was voted by the Greek parliament (Law 2817/2000), in which was given emphasis on the common educational needs of disabled students and not on the clinical reasoning of their disabilities. According to this law, special schools should be limited only to children with severe and multiple disabilities. In the same direction was also the redefinition of diversification, diagnosis, and support centers for students with SEN (KEDDY in Greek) with the law 3699/2008 (Bablekou and Kazi 2016) . With the revision of the law on special education, there has been a gradual improvement in the way that disabled people are treated in education. The inclusion of disabled people into the education system has started to improve, and their accessibility to buildings and other facilities has made some progress. The teaching staff became more specialized due to special sections of Special Education for Primary Education as well as postgraduate Special Education Departments for Secondary Education and generally for all sectors of teachers. While improvements have been made, progress on the issue of inclusion has started to lag.
Greece, despite the supportive inclusive legislation, still faces considerable barriers toward the implementation of inclusion promoting a divisive policy towards children with specific learning difficulties and disabilities (Fyssa and Vlachou 2015; Fyssa et al. 2014 ). According to the information from the European Agency for Development in Special Needs Education, the student population in 2012 was 1,131,901 in Greece, including 801,101 students in primary education and 330,800 students in secondary education. Based on additional data from the same source, 73.17% (n = 26,350) of the students with specific learning difficulties and disabilities were enrolled in mainstream schools, as well as 21.83% (n = 7861) of those children attended special school units. The remaining 5% of pupils (n = 1800) were educated in general classrooms, where parallel instruction was offered (European Agency for Development in Special Needs Education 2012). Discrimination suffered by people with disabilities starts from their pre-school age and continues at all the levels of education. Students with disabilities who manage to participate in the educational system gave up their attempts because of that discrimination. Poor quality education is a kind of discrimination for people with special educational needs. Many schools lack the proper equipment, do not provide the necessary logistical infrastructure, and are not equipped with specially qualified teaching staff despite the legislative arrangements, and that discourages these people and their families and discards them from the school system. The lack of technological assistance and the failure to ensure digital accessibility for some disability categories increases the existing differentiation. A high percentage of teachers believe that financial provisions and infrastructure in Greece are inadequate for the successful implementation of inclusion in education. Construction of new school units, remodeling of old ones, and the purchase of special equipment are going to enhance the implementation of inclusive education (Koutrouba et al. 2008) .
From the above, it becomes clear that despite the general effort for a qualitative upgrade of the Greek educational system targeted to inclusion (Antoniou et al. 2009 ) and despite the fact that emphasis is placed upon the change of educational structure at all levels, the progress in Greece remains low in comparison to the average progress marked in the European Union. Teachers in Greece seem to be critical about the political effort toward inclusive education (O'Hanlon 2013). In Greece, despite the fact that Special Education has been organized for more than 25 years, there have not yet been developed adequate curricula that respond to all the specific needs of the students. In addition, equal access to education is disputed to the extent that the same curriculum does not apply in all kind of students. (Lambropoulou 2004) . Therefore, there is an urgent need to step up the efforts, in order to overlap barriers toward the implementation of inclusion in education. The need for further reinforcement of access in all the educational levels for disabled children is also highlighted in the "National Report of Strategy for the Social Protection and Social Inclusion for the years 2008-2010" and with the voting of the law on compulsory Special Education (Law: N3699/2008).
Methods
In order to investigate policies and practices towards inclusion in Greece, we conducted a desk research. Based on this, we represent the main inclusive policies and practices of the Greek educational system, as emerged from the desk research. In addition, we examine the attitudes of teachers in Greece toward inclusive education, through an online survey. In particular, our study aims to answer the following questions: Does level of confidence on teaching students with disabilities, existence of a disabled family member, as well as gender, affect teachers' attitudes toward inclusion?
According to teachers' beliefs, students with specific learning difficulties and disabilities will benefit from the inclusion?
According to teachers' beliefs, typically developing students could benefit in an inclusive environment?
Which are the main barriers toward inclusion, according to teachers' beliefs?
Measures
For data collection we developed and administered the questionnaire "Teachers' beliefs and attitudes toward Inclusive Education" (Appendix A). A literature review preceded the questionnaire, in order to finalize research objectives and select the variables to be controlled. A pilot questionnaire was initially administered to a limit number of people with different characteristics in order to establish the effectiveness of the designed tool. Testing of the questionnaire design helped us to ensure that the used terms were easily perceived, as well as that the way of drafting the questions allows the collection of desired data. The questionnaire was divided in five sections. The first section contained demographic questions such as gender, age, and teaching level. The second was focused on teachers' confidence regarding teaching students with disabilities. Section three focused on teachers' attitudes toward inclusion in relation to the different kinds of disability. Section four contained questions related to the learning outcomes and possible implications of inclusion for students with disabilities and for typically developing students. The last section of the questionnaire was focused on possible barriers to inclusion in Greek educational system. Section 2, Section 3, Section 4, and Section 5 contained 34 statements which respondents were asked to rank on a five-level Likert scale, in order to avoid forced choice bias (1 = Strongly Disagree, 2 = Disagree, 3 = Neutral, 4 = Agree, 5 = Strongly Agree). Respondents could add additional comments on inclusive education at an open-ended question if not covered by the previous questions.
Participants
Study participants were teachers who attended the annual circle of seminars entitled "Specialization in Special Education and Information & Communication Technologies" provided by the National Center for Scientific Research "Demokritos" in Athens, Greece. A questionnaire was administered to 234 teachers via e-mail and was at their disposal for 14 days. Data from 147 questionnaires (response rate 62.8%) were included in the statistical analysis (Table 1) . More than half of the participants were primary school teachers (n = 79, 54%), while 75% of the participants (n = 110) were female. 
Data Analysis
For the analysis of the collected data we used IBM SPSS Statistics Subscription (Armonk, New York, NY, USA), version 1.0.0.800. Descriptive statistics (mean & standard deviation) were used to evaluate teachers' attitudes towards inclusion, as well as their beliefs about expected outcomes of inclusion and possible barriers to inclusion. Independent groups t-test was conducted in order to evaluate significant differences in teachers' attitudes towards inclusion, in terms of gender. Finally, one-way analysis of variance (ANOVA) was used to compare means between independent groups (i.e., groups based on gender, existence of a disabled person in the family or level of confidence on teaching students with disabilities).
Results

Reliability and Validity of the Questionnaire
For the internal consistency of the questionnaire, Cronbach's Alpha correlations were calculated. Reliability for the whole questionnaire was acceptable (α = 0.932) advocating the reliability of the questionnaire. Specifically, for the questions referring to attitudes toward inclusion, Cronbach's was 0.944, while for questions referring to expected outcomes of inclusion, it was 0.936. In order to evaluate questionnaire's structural validity, Pearson correlation coefficients were applied amongst questions referring to attitudes toward inclusion (Table 2 ) and questions referring to expected outcomes of inclusion (Table 3 ). All correlation coefficients were high and statistically significant, advocating the validity of the questionnaire. Table 2 . Correlation coefficients between questions referring to attitudes toward inclusion. 
Attitudes Towars Inclusion
Question 6 targeted to examine teachers' attitudes toward inclusion of students with different types of disabilities (Table 4) . Participants strongly agree with the inclusion of students with mobility problems (M = 3.93, SD = 1.054) or specific learning disabilities (M = 3.6, SD = 1.209), but they seem more cautious with the inclusion of students with mental retardation (M = 2.54, SD = 1.207) or students with genetic syndromes (M = 2.75, SD = 1.243). One-way ANOVA was used to examine the relationship between gender, existence of disabled person in family, or level of confidence on teaching students with disabilities and attitudes toward inclusion. Generally, women had more positive attitudes compared to men, with the case of students in the autism spectrum being the only one that shows statistically significant differences between group means t(145) = 2.51, p = 0.13. According to the results, existence of a disabled person in the family was significantly correlated to participants' attitudes towards inclusion of children with a syndrome, F(1,145) = 4.437, p = 0.037, η 2 = 0.030, or children with autism spectrum, F(1,145) = 5.986, p = 0.016, η 2 = 0.040. Furthermore, participants' level of confidence on teaching students with disabilities was significantly correlated to the inclusion of students with hearing impairments, F(4,142) = 4.044, p = 0.004, η 2 = 0.102. visual impairments F(4,142) = 5.703, p < 0.001, η 2 = 0.138, speech impairments F(4,142) = 3.317, p = 0.012, η 2 = 0.085, comprehension problems F(4,142) = 3.079, p = 0.018, η 2 = 0.080, mental retardation F(4,142) = 5.530, p < 0.001, η 2 = 0.135, autism spectrum F(4,142) = 4.673, p = 0.001, η 2 = 0.116, specific learning disabilities F(4,142) = 4.851, p = 0.001, η 2 = 0.120 and syndromes F(4,12) = 3.903, p = 0.005, η 2 = 0.099. 
Expected Outcomes of Inclusion
Questions 7 and 8 examined teachers' beliefs on the outcomes of inclusion for children with specific learning difficulties and disabilities and for typically developing students. As findings indicated, participants believe that students with disabilities will benefit from inclusion in terms of their social development and behavior (M = 3.90, SD = 0.982), social interaction (M = 3.87, SD = 1.042), and development of their social skills (M = 3.80, SD = 1.038). On the other hand, participants seem to believe that academic performance of students with disabilities will not benefit from inclusion (M = 2.90, SD = 1.094).
At the same time, participants claim that typically developing students could benefit from the inclusion of students with disabilities in terms of their acceptance of diversity (M = 4.08, SD = 1.017), social consciousness (M = 4.02, SD = 0.925), and their development of empathy (M = 4.01, SD = 1.037). However, in this case also, participants do not expect significant improvement in academic performance of typically developing students (M = 3.04, SD = 1.158).
Barriers to Inclusion
Finally, in question 9, teachers were asked to indicate the factors they consider as most important for the proper implementation of inclusive practices in Greece. As findings did revealed, lack of qualified educational staff (M = 4.54, SD = 0.685), large number of students in classrooms (M = 4.37, SD = 0.804), incomplete funding (M = 4.41, SD = 0.882), and lack of appropriate infrastructure in school units (M = 4.24, SD = 0.880) are considered from the participants as the most possible barriers to inclusion. As further barriers toward the successful inclusion are considered parents' attitudes to inclusion (M = 4.15, SD = 0.805), teachers' reluctance (M = 3.95, SD = 1.133), educational legislation in Greece (M = 3.83, SD = 1.113), and the curriculum (M = 3.70, SD = 1.043).
Discussion and Conclusions
The Warnock Report of 1978 is a landmark for the education of children with disabilities. However, in 2005, Warnock published a pamphlet entitled "Special Educational Needs: A New Look," which raised some controversial issues on the 1978 report. According to that, the concept of inclusion, which is understood as the right of every child to be educated in a regular school, is a catastrophic legacy and results in many children with emotional needs being excluded from joint learning. This is evident in children with emotional and behavioral needs and people with autism. For these children, integration efforts should be reviewed, and there should be the possibility of existence of small special schools. Teachers seem to be a key factor in successful inclusion, as they have an important position in education (Forlin and Chambers 2011) . They serve as intermediaries between the state, various stakeholders in education, parents, policies and legislation, and the students, as they are responsible for implementing policy in inclusive environments and sharing and promoting inclusion principles in the classroom. When the goal is full inclusion, it is essential for teachers to be competent, willing to work with children with special needs, and well informed and aware of the critical aspects of both Inclusive Education and Special Educational Needs.
Teachers who participated in the study seem to support the inclusion of children with specific learning difficulties and disabilities in the mainstream classrooms, indicating at the same time the benefits of inclusion for them and for typically developing children. However, they seem more cautious for some types of disabilities, such as mental retardation, autism spectrum, and genetic syndromes. International surveys support our findings that women are more supportive on inclusion and more tolerant on students with special educational needs, unlike male colleagues (Alghazo et al. 2004; Romi and Leyser 2006) . On the contrary, there are other surveys that reported no effect on gender (Alghazo et al. 2003; Woodcock 2013) . Furthermore, as far as age is concerned, younger teachers tend to adopt more favorable views toward the inclusion of students with special educational needs (Gal et al. 2010; Subban and Sharma 2006) , while some other studies reported no significant effect of teachers' age on having inclusive attitudes (Ellins and Porter 2005) . Another variable that is being examined in relation to the perception of the educators about the inclusion education is whether they have a person with disabilities in their family environment. This variable examines the impact of teachers' opinion on this and if they are more sensitive to these issues due to that fact. Studies have showed that teachers who have been exposed to people with disabilities (i.e., friend or family member) are more open to inclusion (Forlin et al. 2009; Gething et al. 1997) , whereas other studies do not report any influence of prior exposure to disability. Finally, as revealed from the results, lack of qualified educational staff, overcrowding of children in classrooms, and incomplete funding are the main barriers to the implementation of inclusive education in Greece, according to teachers' beliefs (Coutsocostas and Alborz 2010) .
In Greece, despite the legal provisions for implementing inclusive education, what is mainly applied in practice is spatial integration, with the placement of students with mild disabilities in the general class and the support of some of them out of this, the integration section. Furthermore, many interventions by diagnostic centers focus on individual pupils' deficits and aim at their treatment. However, inclusive education should mainly depend on the ability of the school to tackle diversity in an effective way. Greek universities and the Ministry of Education should provide opportunities for further training in special education to all teachers who are willing to be specialized. Courses and practical training on special education should be added in pre-graduation curriculums of university Departments of Education so that future teachers feel more strong and positive with inclusive education. Institute of Educational Policy through the project "Design and Development of Accessible Educational and Supervisory Material for Disabled Students" has adapted the school books for the first and second class of primary school so that they can be used by children with disabilities. This material has been developed in print and digital form with special educational software (Gelastopoulou and Kourbetis 2017) . Adaptation of school textbooks for all classes of primary and secondary schools must be done so that they can be accessed by students with various disabilities and digitization of detection and diagnostic tools. This material will contribute to the better integration of children with disabilities, it will be used for teaching and training purposes, and will foster a sense of competence for teachers. E-books and digital educational applications and programs can really support the teaching and education of disabled students as they show more interest, attention, concentration, and enthusiasm and offer a lot to inclusive education.
The implementation of inclusive education is a complex process that requires, besides the proper legislation, the involvement of various factors in decision-making. In this direction, it is considered necessary to hire specialized educational and supportive staff for all school units and to increase funding for education. At the same time, it is considered necessary to remove stereotyped concepts of the past, in order to limit educational and social exclusion of disabled students. Finally, Greek decision makers and stakeholders should promote inclusive practices that seek to upgrading and modernizing the educational process.
Author Contributions: M.A.P. conceived of the presented idea. He was also responsible to verify the analytical methods. C.P. developed the theoretical framework. A.S.D. supervised the project. All authors discussed the results and contributed to the final manuscript.
Conflicts of Interest:
The authors declare no conflict of interest. 
Appendix
